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TEACHING A VERBAL REPERTOIRE

Most humans come to rely on their verbal repertoires to a graat
degree. This is exemplified by the fact that our verbal behavior allows
us to affect the environment in a variety of ways (e.g., we can ask for
help, state our opinions, angage in conversations, read hooks, atc.).
Also, the educational systems are mostly concerned with develeping the
student's verbal skiils (e.g., reading, writing, arithmetic, forensics).
Another aspect of language is that most "knowledge'' can mors adequately
be described as the extent of the verbal repertoire. To say someone is
knowledgeable in regards tc Geophysics, for examplz, is to say he can
state the essential features of the scianca, as'well as accurately
discuss its applications and future directions. He also may be considered
knewledgeable in a non-verbal way, such as his manipulation of materials
and equipment., But these repertoiress ara usually basad on instructions
or rules which, for the most part, are dependent on the individual's
verbal skills.

Unfortunately, a large number of persons in our cuiture suffer due
to weak verbal skills. For some, these deficiencies can go scomewhat
unnoticed as in the illiterate person who simply avoids textusl material,
or the stuttarar who may avoid certain vowels, consonants, or vowel-
consonant comdinations because of the mild social punishment for sounding
different or being an ineffactive speaker. There are more sarious
prehlems, however} for the individual who fails to acguire the basic
verbal skills necsssary for manipulating 5%5 anviranment. Thasa persons

usually recsive labels such as autistic, schizophrenic, aphasic, or
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emotionally impaired and are often treated in 3 manner which further

precludes any verbal development (e.g., institutionalization, medication,

inappropriate programming).

Why Does One Fail To Acquire Varbal Behavior?

There are several possible explanations as to why such individusls
wouid fail to acquirz 2 verbal rapertoire. Thase may include an =arly,
but temporary hearing loss due to meningitis, german mezssles, ate., or
some physical damage to the vocal musculature causad by infections,
operations, ceresbral palsy, etc., or a fraumatic brain injury to thes
pariatal lobe of the brain, or placement in an essentially non-verbal
environment as in some state instftutions. A somewhat speculative
explanation might be that verbal behavior fails to develop due to
extensive punishment for 2arly vocal behaviar (e.g.; "Shut up'', "Why do
you always make noise?")., However, with - the exception of obviocus caseas
(e.g., cerebral palsy, traumatic brain injury) it is usually quite
difficult to determine the specific cause for an individual's loss. A
child with & temporary hearing loss, for example, may be placed in an
insticution whera the staff infrequently reguire the individual to
verbatiza. When the child attends school (fortunatzly due to PL $h4-T42
mandatory education for the h;ndicapped) all are mystified with a physio-
logically narmal child who can't talk. Unfortunatasly, whan snvirommental
causes can't be identified, the educators and specialists invent jnter-
nal deficiencizs (as in minimal brain dysfunction or defsctive language

acguisition deavicas) which are not explanations but ars o

—h

ten stated
as such (s.9., he can't tzlk because he has minima! brain dysfunction).

This only removes the responsibility from the aducztors and,

5 3

[if}

result, the search for soluticns is discontinued.




The By~-Products Of A Defective Verbal Repartoire

The individual who fails to acguire the conventicnal verbal reper-
toire will probably acgquire some other means of verbally affecting the
environment. The specific topography varies greatly for each person
(this is mainly a function of their reinforcement history). High
rates of activity, for example ssem to be common among such indivi-
duals. This can result in extensive attention (e.g., chasing, repri-
manding) by parents or staff, thereby having an zffact on the enviran-
ment which functions as reinforcement and maintains the behavior
fargeted for elimination. Such was of inducing adults and other
children to behave can be very reinforcing whan other means are
unavailable. A child learns that his mother will look at him, scream,
get up and run across the room if he ¢limbs into the baby's crib. This
may be followed by scme ﬁild punishment, thereby decreasing climbing in
the crio; but the reinforcement of the specific environmental change
probably maintains large classas of behavior and other topographies will
eventually come to strength. A fish tank, for axaﬁple, contains some of
the defining features of a crib (i.e., four legs, opening at the top) and
that stimulus may contrq! similar climbing behavior which, agsain, Qould
result in the parents' attention foliowed by mild punishment and the
cycle continues. The parent may heavily rezinforce appropriate behavior,
but this is poor competition for the rzinforcament from specific envj-

ronmental contral. As a result, parents may give up and institutionalize

the child.

Other behaviors such as aggression, scrzaming, tantrumming, or
extensive babbling alsc affect the environment in a consistent way. All
these behaviors can function as verbal behavior for such individuals

becausa the convantional ways of environmental change (vecsl-varbal



hehavior) arz not functional for them.

Traditional Trzatment Programs

Most pragrams for languace training ars, of course, bzsed on the
theories developed within the field of linguistics. The works of parsens
such as Eric Lenneberg, Noam Chomsky and Ursulz Bellugi have playad an
important role in this development. Unfortunately, the fiald has z2lwavs
besn an unstable one due to its necessary reliance on the fizld of psycho-
logy -- thus its outgrowth: psychelinguistics {e.g., theorists such as
Roger Brown, Jean Piaget). The structure of language 5 cansiderad ta
be the structure of thought. Then it becomes the'job of the osycholagist
to understand the structure of such menta! events. Unfortunataly, those
who explain behavior in terms of internal mediating esvents betwsen the
.environment and the organism must in turn explain the mediating events.
That is, to explain behavior in such terms as ideas, feelings, meanings,
intentions, etc., leaves us yef another sxplanatary task. 8.F. Skinner
(1969) states that ". . . The objection is not that these things are
mental but that they offar no reai explanation and stend in the way of a
more effactive analysis. This sort of psycheologizing was wisaly rejac~

ted by linguists in the early vyears of the century, but efforts to find

m

behavioral alternative, particularly by Leonard Bicomfield (1933},
Faiiéd bacause of the shortcomings of the stimulus-rasponse psycholoagy
that was dominant at that time. The result was either 2 pure struc-
turalism orya return to mentalistic explanations such as thoss of
generative grammarians.' (p. 10).

Perhaps Skinner's most original contribution to the fiald of psycho-
logy has been to surpass the psychologics]l concsption summarized by the

=

stimulus-response formula without falling into traditional appeals to




the intarvening or mediating variables (Richelle, 1978). This event was
in part rasponsible for Skinner's efforts to find a behavicral alterna-
tive to the analysis of lamgusge -- which he did, and published in the

book Verbal Behavior (1957). in light of Skinner's analysis and data

gathered within the field of the Experimental Analysis of Behavicr,

new approaches to languages teaching and remediation have been explored
(Braam, Sundberg and Stafford, 1978; 2reuning, 1978; Stafford, Sundberg
and Braam, 1978: Sundberqg, 1978: Sundberg, Milani and Partington, 1977;
- Sundberg, Michael and Peterson, 1977; Sundberg, Ray and Rueber, 1378).
The sssential feature of Skinnerfs analysis is an emphasis on language
as behavior controlled by fts relationship with antecadent and conse-
quent environmental asvents (see Appendix 1) as well as those operations
that establish those consequences as effective forms (this concept is
calieéd Establishing Operation by Michael, 1978). This differs from‘the
traditional analysis which places emphasis on the topograshy alone,
that is, the phonems, spoken word, or santence without raspect to the

behavior of the individual speaker.

A Program For The Acquisition OF Verbal Behavior

Expressive/Receptive ~ A Necessary Distinction: In traditional

treatments'of language it is common to minimize differances betweean the
behavior of the spezker and the I}stener. It is said that the assential
fezture of both is '"'the understanding of the mesning of words'. The two
different behaviors are then characterized as simply the expressive or
recaptive manifestation of this understanding. However, a closa analysis
points up impertant diffsrancss which must be considared when training

a verbal repertoira. A raceptive repertoire falls far short of mesting

the requirements for classification as varbal behzvior. The lack of



specific topographies for objects, actions, 2tc., precludes ths occur-
rence of several verbal relationships which will be described in later
sections (i.e., intraverbal, textual, and parts of the mand)., There-
fore, emphasis on this repertoire should be minimal, aspecially since

an axprassive repertoirs usually contains the necessary skill for rscap-

tive discrimination. That is, if one can say "cup" in the prasencz o

T

cup it probably would not take much, if any, training to get him to
touch & cup when instructad to do so. For these reasons, | will zoncan-
trate on the benavior of the spesker/signer/pointzar rather than ths
listener/observer. It is primarily by speaking/signing/pointing that an
individual benefits most directiy from his language rapertoire. Alsa,
listening when language stimull ars simple seems little diffarant from
reacting to non-ianguage stimuli. And on the othear hand, reacting to
more complax language stimuli saem to depend considerébly upon behaving
in part as & speaker {for a mors detailed trzatment on this topic see

Sundberg, Ray and Rueber, 1978).

Selection Of A Response Topoaraphy

It is often very difficult to choose a response mode that is most
appropriate for the person. Thers ssem to be three main response modes:
vocal, sign iTanguage, and painting to visual stimuli. £Each mode has
advantages as well as disadvantages (writing could also be considerad,
but, due to its extznsive reliance on vocal behavior, it is of little

benefit for esarly language training - sse Textual saction). A vocal

system is, of course, prefarred because of its usa by othar members o
the culture. Systematic application of the program described below
should improve the voczl repertoirz of most studants; however, the

degrae of improvement is depsndent upon 2zch particular student's




individual history and handicap., Such histories typically involve

fallure to affect the environment and considerabls urging on

fraquent
the part of others to attempt such-interactiens. This situation can be
quite punishing and may rasult in a variety of inappropriate beshaviors
(1ike those described above). The use of a sign or pointing system will
provide much more consistant and immediate reinforcement for languags
behavior., Also, such systems will provide a new topography which has
not been associated with punishment.

The decision to use a sign system should, of course, be a careful
one. The person must have the dextarity to make the signs and someone
to teach him. Alsc, the environment must provide a verbal community for
maximal development tSundberg, Milani and Partington, 1977)}. Also, see
section on Verbal Community. However, the success of the various sign
systams has been well documented within the literature {Ffor a review
see Fristoe and Lloyd, 1%977).

There are clear reasons why such populations can acquire sign lang-'
uage more readily than vocal language. First, the.fcrm of the response
is easier to teach. That is, the learner's hands can be placed in the
appropriate position, whereas the vocal] musculature can only be altered
indirectly. This makes the shaping process quickar, as well as allowing
for more clear and unambiguous models of the appropriate rasponse.

A second feature of a signing system is the greatsr potantial for

resemblance of

and the controlling variable.

ne sign for food,

e, is made by 'moving the closed finger tips to the mouth as in

the process of eating. SEEEUQE a2 large number of signs do resemble some

aspects of the variable contralling the response, the controiling rela-

tionships are probably easier to develop. Anather feature of a signing

system is the use of a novel topography; that is, the .person does not



have a past history of failure in that mode (for a2 mors detailad analy-
sis of sign language, sse Sundberg, Michael and Petersaon, 1977).

For sevérely physicaily impaired individuatls who lack ths dextariity
for sign tanguage, a pointing symbol system is appropriate. 1t has
advantages over a3 sign system in that the audience need not he spaci-
fically trained in a new languags (symbo! systems usually have ths
English word printad below the symbol). Unfortunately, there zre some
verbal limitations of such systems. Mainly, the basic slements of the
language are not part of the individual's musculature (as in vocal
.behavior and signs). Symbol systems reguire the use of & board which
is extraneous to the individual and orecludes several key featurass to
verbal development (2.g., babbling, correct verbal béhavior). However,
for the individual who has neither the vocal or physical capabilities
for the other systems, 2 pointing systam will certainly orovide a

functional verbal repertoire.

Preliminary Qbservations

Pricr to beginning the actual teaching of a verbal repertoirz it |
critical to obsarve the perscn for saveral days. This will allow the
therapist to coliect specific data and design the program using 2 much
more functional vocabulary., The data of intarest are: 1) the objects
and events which appear to function as rzinforcament for the person (e.g
food, watar, tickle, pop, car, ball, ride, lights, music). To find such
items, try asking the person ta pick one under several diffarant circum-
stances. One may also cbsarve the person during free time or racord the
person's response rats on some motor task {e.g., ring stacking) using

different items as reinforcement. (For some childran, any novel item or

action can function as rzinforcament and these can change daily.

L



Thereforz, try and aveid temporary forms of reinforcement during the
beginning stages of the language program.) Then select items which
resutted in the highest response rate. These items which function as
reinforcement should constitute the first group of words, signs or
pointing symbols (approximately 5 to 10 topographias should be usad).
2) Then select objects (5-10) within the immediate environment of
the perscn {e.g., table, chair, bock, cup, paper, pencil). 3) Then
select actions {5-10) which the person frzquently engages in or
observes (e.g., stand, sit, jump, walk, run,‘open, close). These
should con;titute the first 20 to 30 topographiss to be taught.(see

Appendix 2 for further selection of topographies).

‘Data Colilection System

Recording correct, incorrect and inappropriate responsas is an
extremely valuable toal in language training. A record of performance
will allow one to spot difficulties, project development and be assured
of progress. A complete Verbal B8ehavior data collaction systém can be

found in Ray and Sundberg, 1978). '

Training Program

The Copy Repertoire: In the process of developing a verbal repertoire-

a normal child acquires schoic behavior. That is, the child learns to
make the same socunds that others make. This is exemplified by the fact
that children begin té babble using the phonemes of the parants' lang-
uage. On the other hand, a deaf child (who has deaf parants) will
acquire an imitative manual repertoire. This is probably due to the
pairings between an adult's vocal (or signed) bszhaviar and primary
reinforcement (parents usually talk to their infant when they faed it

H

cuddle it, ete.}. Eventually, a child's vocal response which sounds
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tike the parents' functicons 23 reinforcsment for the child hecausa of
the previous pairings., Skinner (1957) calls this phenomenon Automatic

Reinforcement. This type of behavior can be classified as cooy bahaviar,

which plays & critical role in verbal deveiooment. Adults and educators
make extensive use of copy repertoires to develop other verbal relation-
ships. If a2 child can say ''candy', for example, when the parent says
‘'eandy", then they can teach him to say candy in the orssence of candy,
as in "This is candy, say candy. What is this? That's right, 'candy':
hers, have some candy'. Eventually, the child learns to name as well as
ask for candy. Another exampls is 2 child's tendency to say ‘da da'';

it is first echoically strengthened -- the father says ''da da, say da da"
and eventually the normal child will say ''da ds" usually quite oftan and
at first probably incorrectly; that is, he calls everycne ‘‘da da", and
eventually, through discrimination training, "da da" will come under the
control of the appropriate stimulus (the father).

The issue of concern in this section is how does cne teach such = '
copy repertaire? [t is clear that such beshavior is assent{ai for futura
verbasl development, and for the non-verbal individual this is sven mors
important.

We have identified three different topographies (vocal, sign languasge
and pointing to symbols) which can be used in training verbal behaviaor.
The basic paradigm used to train these rapertoiras i3 the same. Howaver,
the aextent of the training required fTor developing copy behavior is
greatly different for each tcpography. A symbol system only requirzss a
painting response be under copy control. A sign systam requirss that
several movements, both gross and fine motor, be under control. And

most complax, of course, is vocal copy behavior. Such copy control can

only be achieved indirsctly; that is, you cannot place the aparopriats




musculature in the appropriate position at the apprepriate time. This
is especially difficult considering that vocal beghavior involves the
diaphragm, the vocal cords, the Talse vocal cords, the epiglottis, the
soft palate, the tongue, the cheek, the lips and the jaw. MNevertheless,
as a result of hundreds of thousands of reinforced trials, the normal

child comes under strong copy control.

The Basic Paradigm for Developing Copy Control: Behavior becomes

under the control of a specific stimulus when the behavior is reinforced
in the présance of that stimulus. In learning a new person's name, for
example, we may first ask him his name, perhaps repeat it, “‘Jose, Jose.
That's a2 nica name”, and Jose says, '"That's right, Jose'. Later the
stimulus of Jose himself increasas our tendehcy to say ‘‘Josa', rather
than John aor Bili. |t may taks several times for the rasponss to come
under strong stimulus control; that is, '"Jose'' may be a wesk respoﬁse
until seversl trials have occurred (e.g., "No, my name is Jose").

This paradigm of stimulus control is consistent regardiess af the
specific toﬁography used. Qur tarminal objective }s to get the person
to copy the veocalization and/or gestures of the teacher. For some persons
this may be extremely easy to develop (e.g., several non-verbal persans
have strong imitation skills); however, for others it may require very
small.steps and extensive training (at this paint, the teacher should
know iT a person is appropriate for a vocal system or a sign syscem).

Proceduras for the lndividua! with Little or Ne Vocal/CGestura

8shavior: There are some non-verbal persons who virtually never vocalize
or gesture. In training !anguage to thess persons, we must first bring

some behavior under copy control. Ther

m

appear to be thrae diffarant
classes of objects/events which wili help us to develop copy contrat.

These ara: 1) Deprivation conditions such as hunger, thirst and ohysical



contact or avaersive stimuli such as pain and discomfort. é) Objects and
actions in the person's environment {thosz that function zs reinforcamant
wWors best -- 2.g., food, pop, tickle, hug), and 3) Varbal behavior on
the part of the tsacher (such as, "Say ahh'). These stimuli have the
highest probability of svoking vocal-gesturs behavior when prasented in
combinations, as in waving a milk bottie in fron: of a hungry child
while verbalizing "mmmm''. Eventuslly each individual stimulus should
come to control the rasponse. Our gbjective in this case would he to

get the child to vocalize "mmmm'' totslly under the controal of the
teacner's "mmmm''. Eventually, the person should learn o vocalize ‘mmmm'
totally under control of the non-verbal stimulus of milk, as well

zs
Ummmmtt when milk would function as reinforcament, but these repertairss
will be dealt with in later sactions.

Copy behavior plays an extramely important role in verbal develap-
ment. 3Such 3 respertoire is optimal for evoking 2 rasponse in order to
set up other kinds of stimulus control as in tzaching the names of
things. Suppose we wanted to teach.a person to name & cha{r. We
would want to de this, of caurse, by reinforcing the response ''chair"

(or an approximatien) in the présance of a chair. But we cannot wait
until such a response appears ''spontaneously', znd the method of shaping
successive approximations may taks toc much time. |f we can svoke the
response as an assemblage of small copy units never before arrangsd in
this order, the behavior can be suitably reinforcad, snd the chair as s
stimulus will acquire some control over the reasponss (Skinner, 1957).

Even as sdults, our copy repertoires continuz to play a major role.
Instructions, for sxample, ars frequently repearsd to insurs their corract

execution. New words are often rapeasted several times in order te imsurs

correct pronunciation. Alsa, we pick up a large part of our verbzl




repertoire by echoing the behavior of others under circumstances which
will eventually control the behavior non-echoically. We hear someone

- saying ""This is alectrified, don't touch it!', and later we see a small
boy about tc approach the wire and we say, ''That is electrified, don't
touch iti'',

In conclusion, the development of echoic/imitative behavior is essen-
tial to the growth of the verbal rapertoire. Copy behavior allows us to
teach a person much mere complax forms of verbal behavior. That is, we
can tezch him the names of objects and actions as well as to ask for
them. Also, we can teach him how to talk about them as in & conversation
and, even more complex, we can teach him to appropriately react to written
stimuli concerning them.

The rast of the paper deals with teéching these mora complex forms of
verbal behavior, wéiﬁh incltude the asking for and the naming of objects
and actions within the person's environment, as well as reading, writing

and conversation skills.

The Mand Repertoire

A Iafge part of our verbai repertoire involves asking for objects
and actions. This repertoira differs from the.others described in this
paper in that a response is contrellad by the establishing operation
(2.g., deprivation, aversive stimulsticon} and characteristically rein-
T

forcad by a specific object or avent. natc is, when we ask for things
FEst o ’ g

we specify what will be reinforcing at that time. Asking for help, for
example, specifies that some assistance would function as reinforcament,
or asking for someone to '‘move' spacifies the rainforcing properties of

a clear path. Our asking for something is controlled by what would

function as reinforcement at that time (=.g., 'Watzr, piease', "Can |



go outside?", *What's that?'"). Skinner thought it useful to call this
type of relationship "manding''. The variables controlling & mand con-
sist of some environmental change which increases the value of a particu-
lar object or esvent as a form of reinforcament 2t that time and 233 a
result increase the strength of the behaviors which have obtained that
reinforcement in the past (for a detziled analysis of this issue, sze
Michael, 1978). The reinforcement is typically specific for the mand as
contrastad to nonspecific, which is charactaristic for the tact - sae
next saction.

Mands are usually a chilid's first form of verbal behavior. Crying
can be a mand for food, water, attention, or the removal of zn aversiva
stimulus. As the chiid learns more topographies (through proceduras
described in the section on copy repertoliras) they will become associated
with a specific form of reinforcement (2.g., '"'da da'" will sventually he
shaped for father or "mmmm'’ for milk).

The process by which a normal child comes to learn & topography for
& specific form of reinforcement is usually a iong one. Tﬁat is, a child
is usually mora than one year old before he can specify many of his rein-
Torcements with conventional topographies (i.z., an acceptad approxima-
tion). This time can be grzatly reducad with caraeful progrsmming. The
essential featurss of such programming would simply involve the use of
specific rainforcament for specific phonemes/gesturas. Typically, when
a child begins to make its first sounds they are followed by a varisty
of reinforcements (e.g., food, water, hugs). This variety of consequen-
caes probably delays the acquisition of specific topographies for chjects

and actions. if parents znd teachars are consiscanbt with thsir rein-

forcement, & child will zcguire mere conventional verbal beshavier sconer.




When tsaching language teoc the individual in whom it is absant or
defective, we should likewise begin with objects and events that
function as reinforcement. |If the student has a strong copy raper-
toire, this phase will be very easy. The teacher first says/sians,
for example, '""This is pop. Say/sign pop''. If the student gives the
word/sign or an acceptable approximation they should receive some
pop. (Note: This is still only copy behavior, that is, the tzacher
saying/signing pop probably controlled the student's response). Now
the teacher should say, 'What do you want?"' |f the student says/signs
"pop'’ rzinforce him with pop. Aftér the student has met a desired
criterion, train on other forms of reinforcement. For the student with
a weak copy repertoire specific reinforcement can be usad to shape the
wanted topography. The tesacher says, ''Do this, {says/signs) 'pop'' snd
reinforcas successive approximations with pop. The students will, of
course, satiate after several trials, so small guantities of reinforce-
ment should be delivered and when .they would most likely function as

reinforczment.

Mand Training - Phase Il: Phase | mand training should be continued

until the studsnt has five to ten topegraphies for specific forms of rein-
forcement. Then the teacher should move on to tact training (see next
section) to provide the student with the topagraphies for other objects
and actions in.his environment. However, this does not mean mand
‘training should be abandened. We must procesd along two tracks: first,
it is eritical that a student be required to emit the-specific topograchy
associated with a certain form of reinforcement before obtaining it;

and opportunities for obtaining such rainforcament should be set up

across 1) the day, 2} tzachers, 3) settings, and &) varistiess of

the rainforcing stimulus (e.g., different kinds of pop). The sacond



track consists of developing a very critical repertoire for languaga
expansion -=- question asking (textual behavior slso axpands thes verbal
repertoire - ses that section}. Such a repertoirz allows a2 parsen o
acquire more verbal behavior. As normal speaking parscns we ask for ths
names of unknown objects and actions, the location and functions of such
items, as well as instructions as to their use. Once a person has an
extansive manding repertocirzs, he can gssentially provide himsalf with
language training.

All these repertcires must be trained and used in the natural
environment. Such training is, of course, dependant on the acguisition
of a specific topography {i.e., who, do, what, where, when, why & how):

7

however, these are usuzliy difficult to teach when a person has only a

few topographies. Monetheless, they snould be worked on as soon as
possible (for mores details on the naturz of a manding repertoira znd

.

the development of verbal behavior sese Michael, 1978. Also, for an
experimental analysis of the repertoire see Stafford, Sundberg and

Braam, 1978; and for additional training programs sse Guess, Sailer and

Baer, 1976).

The Tact Repertoire

Skinner suggested the term ""tact! (as in contact or tactils) for
the type of verbal relationship where the topagraphy of the resnonse
(what is said, signed or pointed to) is coatrollead by a prigr nan-
verbal stimulus. The common non-verbal stimuli in a child's 2aviron-
ment are objects (e.g., cup, tree, book), actions (s.g., stand, jump,

zip), properties of

~

objzcts and actions {e.g., rad, hot, wet, quic
slow, quiet}), and ralationships (2.g., on, in, abave). The rzinforce-
ment for the tact is usually social, or nom-sgecific. A lost person may

mand to vou 'What building is thac?" Your respense would be, in part,




controlled by the verbal stimulus; but what you would say, that is the
topography of your response, would be controlled by the building itself.
"That is Wood Hall.' This would characteristically be followad by some
social reinforcement such as ''Thank you'". Therefore, tacting can be
thought of as naming, whereas manding can be thought of as asking.

Note how tacting benefits tha listsner, wharsas manding benefits the
speaker. Also, it's important to point out that we can ask for or name
the same object or action. One can say '"water', for example, because

he wants watar, or one can say ''watsr'' because he sees water. Both are

differsnt repertoires and must individually be trained -- in one condition
the water is there, and in another it might be absant. It's easy to

observe a young child's weak manding repertoirs as in ''| want that what-
cha-ma-ca]l—it”; but if you show hiﬁ the object, he can surely name it.
Traditional programs fail to nots these differences and simply teach
topographies without regard to the circumstance under which they are
used. A child may be able to say 'cup'" in fhe prasances of a cup but not
ask for one when he wants one. When working withvindividuals in whom

verbal behavior is defective these differences bscome much more spparent.

Training a Tact Repertoire: As menticned previously, first select

objects {nouns) within the person's immediate envircnment {e.g., chair,
pen, paper, window, shoe, shirt, coat). These ars most familiar and a
person would have a gre2atar tendency to verbalize sbout such itams. The
training procadure would be the same as that used for mands except social
or non-specific reinforcement should be used, and the trial should begin
with the stimulus 'What is that?!

Actions (verbs) should be seiacted and taught nex:t (e.g., come, go,
stand, sit, jump, pgll, push). Thesa are usuzliy a little more difficult

to acguire because of their transitory maturs. An object is constant
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(e.g., a table) and has only a few varying charactaristics (see the

(=3

section on Tact Extension}. Actions, on the other hand, invalve a num-
ber of transitory events. Jumping, for example, is usually done diffar-
ently by each person, and large numbers of irrelevant features are
included (i.e., height off the floor, various body movements, location
of jump). For actions, tha teacher should change the initial stimulus
to ""'What ars vou doing?" or '“What am | daing?"

While new topographies ara baing acquirad it is important that
procadures for tzaching a person how to combine the words be ongoing.
The person should learn to tact objects and actions. If the stimulus
is a boy jumping on a chair, for eaxample, the person should be taught
to tact jump - chair (later, as the person acquires more topographies,
e will be able to tact more of the stimuli in this situation). Also,

a pefson can mand using any topography in his repertoire. Therzforzs,
the child ;houid be taught, for example, tc ask for chair when he wants
one, as well as asking for combinations of ohjects and action.

Next, the person should learn topographies for the ralationships
(prepositions) batween objects, as well as betwessn objectsraﬂd-actions
(e.g., in, on, above, below, out, between). The procedure is again the
same with the exception of a different stimulus; "Where is " should
be used. Once the person learns 2 topagraphy for a relationship, proce-
dures sheould be used to train the perscn how to usa that relationship in
combination with other objects and actions. And, of courss, to ask for
object-relationship-action as well as using severs! topographiss and
Frrangements.

Properties of objects, then actiens, are usualiy the next rzpartoirs
scquirsd by normzl childran. These are s little more difficult becausa

of their rslztive naturs, Fast, for zxample is a oroperty which can be

]



given to a car; however, & car Is slow when compared to a train., |t
simply requires more trials for the narma] chiid to acquire thase
behaviors. For the language-delayed perscn, these may be difficult
repertoires to teach; however, specific procedures and consistent train-
tng can usually help them. Once the person has objects, properties of
objects, actions and relationships they can have a good effect on the
environment; that is, they can ask for and receive, as well as nane,
complex objescts and events in thelr environment.

In conclusicn, our objective in tact training is to provide a person
with a repertoire which will allow him to effectively react to objacts
and actions in his environment. As mentioned previously, the reinfarca-
ment for such behaviqr is so;ia} and usually benefits the listener (e.g.,
being able to name things is important when people ask us about them; we
also need to be able to name their function as well as describe-how they
work). A mand }apertoire usually benefits a speaker; he can ask for the
names of things'so that later he can effactively ask for the thing itself.
A person may say “What is that?" {mand). A listeﬁer may say, ''That's 3
shackle" (tact). When a shackle would function as reinforcement, now

the speaker can say, 'Can | have that shackle?' {mand).

Tact Extension: Immediately follewing training on a specific object,

action, relationship, etc., it is important that the student be able to
respond appropriately in the presence of new stimuli which resemble

those praeviously named. Skinnar (1957) opens his section on the extsnded

tact by writing:

“If a chair, acting as a stimulus, made the response 'chair'
probable, and if a cribbage board, acting as a stimulus, simply
made the rasponse 'cribbage board' probably, we could deal with
the 'semantics' of verbal behavior merely by supplying an iaven-
tory of tacts. But a verbal repertoire is not like 3 passanger
list on a ship or plane, in which one name corrasponds to one
person with no cne omitted or named twice. Stimulus contral is
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by no means so precise. |If a rasponse is rainforecad upon

a given occasion or class of occasions, any faaturzs of that
occasion or common to that class appears to gain some
measurs of contral. A novel stimulus pOssessing one such
feature may evoke a response. Thare are several ways in
witich a novel stimulus may resemble a3 stimulus areviously
present when a response was reinforced and hence there

are saveral types of what we may call 'axtanded tace'."

{(p. 82)

Skinner goes on to describe three types of sxtension: generic,
metaphoric and metonymic. Thase distinctions are based on the dagrae to
which some novel stimulus differs from that trained. He makes this dis-
tinction in terms of ths defining features of that stimulus. The defining
features of a chair, for example, would consist of four lags, a back,
space for one person, =ztc. Thus, the response ‘''chair' in the orssencz of
a stimulus which has all these features would be reinforced by our verbal

community; Skinner calls this generic extznsion. A caouch, on thes other

hand, has some, but not =211, of these defining fzatures -- as well as
some others -- and the response ''chair'" would be punished, Considering
that~it does have some of the defining features of a chair (i.e., four
legs, a back, etc.), if a person who had a small varhal reﬁertoire called
it a “chair', the response wouid not be totally incorrect. Skinner calls

those responses to nave!l stimuli which have some of the defining fezturzs

of the trained stimulus metaphorical extansion. Finally, 3 person may

have some tendency to say ''chair' in the presence of a stimulus which has
none of the defining features, but has been asscciated with the defining
F= - =4 - ] £ = - 1t t il =
features. The color rad, for examplie, may =voks the response ''‘chair'' i

the original training stimuius was a red chair. Skinner czlls this Eyoe

of behavior metonymical axtansien.

Teaching Tact Extansions: For purposas of tsaching 2 verbszl raper-
toire we are only interestad in ganeric extznsion. If s child learns to
say/sign/point to "cup" in the presenca of a large whita coffes cup ft is




important that he be ablz to make the same response in the prasence of 2
small brown coffee cup. Metaphorical and metonymical extensions are not
irrelevant, of course, but we are only interested in their occurrence in
the natural esnvironment; teaching such beshavior seems antithetical.

To train such a repertoire, one simply need prasent the person with
novel {untrained)} items and continue to shape the response until the
behavior becomes strong. This should be done with every topography ac-
quired. Also, it should be done across the day, with differant teachers,
and in different types of learning situations (ses section on the verbal
communfty). It is also important to conduct tact training across differ-
ent sense modes. if a child can verbalize "water' when he sees water, it
should not be taken for granted that he can.verbalize "water'" when he

touches, tastes, or hears water.

The intraverbal Repoertoire

in the copy repertoire mentioned praviousiy, there is a close corres-
pcndéﬁca between the controlling stimulus and the response produced by
that stimulus. Thus, the echoic/imitated response sounds/looks fike the
stimulus that determined the specific topography of the response. That
is, when a child responds ''da da'', it sounds/looks pretty much like the
same word that was spoken by the teacher. But we can also rsact to
another person's verbal behavior with responses which do not groduce
similar stimuli. Thus, on hearing somecne say ''tabla" we may nave some
tendency to say chair. Such a tendancy would probably'not rasult in
overt behavibr under ord%nary circumstancas, but it could be sasn guite
easily if instructions were given to '"Say the first thing that comes to
mind when | say 'table''t, as in a word association experiment. This type
of verbal ralationship is called "intraverbal® by Skinner, and it plays

an important reole in normal language.
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In the educational setting much intraverbal behavior is developad as
in conversations, raciting poems and stories, singing soags, stating all
the preoperties of objects or events, listiag the colors, the common shapes,
‘'things to write with', etc. This type of training results in fairly
strong tendencies for certain verbal stimuli to incrzass the probability
of certain verbal rasponses other than copying responses. Some are
relstively trivial in their communicative affact, such as tandencizs to
say ''"butter" on hearing or sesing the word 'bread'. These 'word asso-
ciations' are not trivial, however, in their role in facilitazing
effactive verval behavior by a speaker/signer/pointer, Our intraverbal
repertoires are gquits important for rapid and effective spesking and
iistening. For sxample, it is relatively important that the verbal
responses ''butter, white, whole wheat, eat, meal, toast, etc.', all be
read{ly availzble in our repertoire when brzad is being introducsd into
a conversation. Intraverbal relationships between the stimulus “color!

and such responses as ''red, blue, green, etc.”, play an important rol

2

(b

when we are asked to verbalize zbout thz colors of objects.

The reinforcement for intraverbal behavior, as with copy and tact
behavior is at first aducational and social, but aventually is relatad
to its fTacilitative affect on one's own verbsl behavior as well as the
action the listeper takes as a result of the speakar's behavior.

in lzarning a2 foreign language the 'translations' or '"'wvocabulary'
lists are intraverbal behavior. Thus, any tandency to say ‘'mesa' as 2
resuilt of sesing or haaring the English word '"'table" is intraverbal:
the stimulus is verbal, and the responss is not a copying responss --
that is, it does not duplicats the properties of the stimulus {saying
either ''table'" or ‘mesa' as a rasult of sseing or touching & table

would, of coursa, sxamplii

.‘_
v
o
[y}

tact relationship sincs the topograchy




of the response, either English or Spanish, is detearmined by the non-
verbal stimulus of the table. Saying either table or mesa ss a result
of wanting a table would, of coursa, exemplify the mand relatioaship
since the topography of the response, either English or Spanish, is
determined by what would function as reinforcement for the speaker).

it is often at this point where a person with defective verbal
skills fails to appropriately affect the environment. The repertoire
is certainly complex and requiras special verbal skills on the part of
the student. To train such skills, first the student should be abkle to
produce a different but related verbal response to a verbal stimuius
from his current repertoire. The response ''pencil'', for example, can
be trained to occur as a function of the stimulus ''saper'. The student
is presented with the stimulus and reinforced if & correct response
occurs, o} taken through & correction procadure until IF does. This
training can then be extended to reinforcing only novel, but approp-
riate, responses to =a specifie stimulus. Then the complexity of the
stimulus and the rasponsa required can he increaséd. (A more detailed
treatment and an experimental analysis of the acquisition of an intra-

verbal repertoire may be found in Braam, Sundberg and Stafford, 1978.)

The Textual Repertoira

A normal child will usually acgquire a textua!| repertoire after sesveral
yvears of traditional vocal-varbal training. This rzpertoirs brings us to
an intaresting situation in our analysis of language zcquisition -- the
fact that for the first time we cannot verbally equates the topographies
of vocal, sign and pointing behavior. |In nermal taxtual behavior, the
stimulus consists of written or printed words, and the rasponse consists
of reading those words out loud. In some raspects this is like copying

behavior, excapt that the response does not produce a stimuius that
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hatches the controlling stimulus. That is, when you read cut loud, you
do not produce a written visual stimujus, but rather an auditory stimulus,
ln 3 sense, this auditory stimulus "'matchas'’ the written one, but not in
the direct sense of ''match’ sipca they are in diffarent sansa modes.
Still, saying '"'dog' as & result of seeing ''dog'" writtzsn on the chalkboard
seems more of a match than saying '"cat'' as 2 result of sesing ''dog" writ-
ten there (an example of intraverbal behavigr). Skinner usad the tarm
'point-to-point correspondence' to refar to this "lesser' type of matching
matching == thus, in textual behavior, ths beginning of the stimulus is
cfosely related to the beginning of the responsa; the middle of the stim-
ulus control, the middle of the responss, etc. In intraverbal behavier
the controiling stimulus is the result of somecna's vérbal behavior --
that is, a spoken or written word, 3 manual sign, or a symbol pointad

to, but it does not copy the stimulus, nor does it haye point-to-point
correspondence with it. Textual behavior dozsn't copy, but it does have
point-to-point corraspondence (sse Appendix 1}.

However, there is a form of manual behavior which is anélogous ro
textual behavior. Fingerspeiling ''d-o-g' as a result of sezing '"dog"
written somewnere would ssem to be quite similar to taxtual hbehavior.
With signing, however, it is somewhat more complicated. Natice that a
tendency to make the sign for ''dog' (slapping the thigh) as a result of
sesing the word writtan "dog' s not taxtuzl behavior sincs thare is no
corraspondance of any sort betwesn the parts of the stimulus and the
parts of the raspensa. It is not unlike 2 tendency on the part of a
bilingual person o say ''parro'" (the Spanish tarm) on szsing the word
""dog''y in other words, it is intraverbal behavior. This illustrates thes

point that sign language is much more like a foreign languags than 11!

=

1]

a3 special form of English,




But couldn't there be a form of textual behavior for signers other
than fingerspelling? The answer is ''yves', Sign textual! behavior would
require written symbolé which did have a point-to-point correspondencs
with the various elements of the sign they controllied. Such a symbol
system has bean designed by Wiliiam Stokoe and his colleagues (1965,
1972) at Gallaudet College in Washington, D.C. Stokoe classifies any
given sign in terms of its hand configuration {designator), movement
(signation) and location {(tabulator). Notations for each specific
topography are called Cheremes, which are anajogous tc phonemes in a
vocal language (for a more detaziled trzatment of Stokoe's system sese
Neal, 1978).

_Unfortunata]y, this system is new and not widely used by the deaf;
,gherefore, no textual matarials are availabla. As a rasulf, our textual

‘rapertoira for the signing person must be that of English and will have
to be taught as intraverbal Eehavior. This lack of point-to-point cor-
fespondenﬁe will weaken the textual repertoire; however, it can certainly
be acquired.

A pointing symbol system usually contains the English word in esach
box. Thefefora, to analyze the acquisition of English textusl behavior
would require the separation of the two verbal stimuli. However, pointing
itself would constitute a type of textual behavior if, for exampie each
stimulus pointad to was lit up on 2 display screen in the exact order
touched. This technology is currently being‘deve!oped.

Teaching One to Rzspond Caorractly to Written Stimuli: As mentionead

previously, for the Tirst time in cur treatment of langusge acguisition

we must deal with sach topcgraphy individually (vocal znd sign).



o

A Vocal Textual Reapertoirs

A prersquisite for a phonetic appreach to teaching reading is the
ability to produce the appropriate ohoneme under the control of & writ-
ten stimulus. {''The Phonetic Approach' will be contras:ted with the
"Whole Word Approach' forced on us by our necessary treatment of Sign-
English textual behavior as intraverbal hehavior). This contral can
shift from copy control to written verbal control in the same manner as
described =zarliar for devaloping non-verbal control, except that verbal
controt has point-to-point corrsspondence to the wantad response.

In teaching a student to raad "ba', for examples, the teachar must
first have copy control -- that is, the student should be able to say
“ba'' as a function of the teacher saying ''ba' (the teachar should alrsady
have stimulus control of this repertoirz; if not, the student probably is
not appropriate for textual training).

The next stzp is to bring varicus combinations of phonemes under writ-
ten controi, and then move on to larger units (words, sentences and para-
graphs). Several procedures should be used to davaloo the Eextua! ragsr-
toire. The student should have training on: 1) emitting the spckan word
when shown an object (tacting), 2) matching the teacher's spokan word to
tha objacet, ‘3) matching the teachsr's spoken word to the writtzn stimu-
lus, L4) phonetically matching a written stimulus, 65} matching a writtesn
stimulus with an object or action, and &) matching an objsct or acticn
with @ written stimulus. These units, then, should be systematicaltly
increased in length and concaptual complexity.

fn conciusion, the critical feature of teaching rtaxtual bahaviar is
the fading of stimulus control from aither non-verbal (tact) or cooy

stimuli to written stimuli (for a more detailed traztment of these




procaedures, as well as various experimental issuas within the field of
reading, sesz Corey and Shamon, 1972; Sidman, Cresson and Wiilson-Morris,

1974) .

A Sign Textual (Intraverbal) Repertoire

As mentioned previously, there is nc point-to-point correspondences
between & sign and a written stimulus (with the exception of Stokoe's
notation systam). Therefore, it is impossible for a student to sound
out a word (if the student who has acquired sign language as a main form
of verbal hehavior has some appropriate vocal beshavior this may be
accomplished, to some degree}. This means t-at the fading of stimulus
control will be somewhat mora difficult in that we lose a sourcs of
strength or, more precisely, correspondencs betwean the stimulus and the
response. This is commoniy called the “whole word' or ''sight word"
approach to tezaching reading. VHowever, a3 textual repertoirs can still
be acquired by a non;vocal person (deaFApersons certainly included)
through intraverbal training. The procadurs consists of: 1) emitting
a sign when shown an abject or action (tact), 2} matching the tsacher's
sign to an object or action, 3) matching the tsacher's sign to the
written stimulus, &) matching @ sign to a written stimulus, 5) matching
a written stimulus to an object or action, and &) matching a picture to
a written stimulus.

As in wvocal tfextuzl behavior, the units should inﬁrease in length and
conceptual complexity. Our conclusioa, however, is identical fo that made
with respect for vocal bshavior; that is, the critical fsaturs of teach-
Ing textual behavior to the signing individual is the fading of stimulus
control from 2 copy ar non-verbal stimulus to a textual stimulus. The

difference between sign and vocal behavior is only ssen in this lack of



point-to-point ccrraspondgnce ¢tween the stimulus and the responsea.
However, with the development of the Stokoe notation system the analyses
are =2qual. (Note: Tha use of fingerspelling does provide a point-to-
point corraspondencs betwesn the stimulus and the response. This is,
sort of, a bridge between a vocal language and a sign language. Maximum
advantage should be taken of this. The procedurz used is very clese to
that for developing vocal textual behavior. For a much more detailed
trzatment of the use of fingerspelling and signs for the development of

English taxtual behavior, sees Barmeier, 1978; and Neef, in preparation).

More Complex Varbal Benaviar

What has been described so far are the elementary verbal rzlationships.
Thase elements can be seen to constituts a large part of the child's ver-
bal behavior, or that of ths non-verbal person who is being taught some
form of verbal behavior, and they constitute a useful basis for such
fnstruction. But verbal beshavior quickly becomes move complicatad, with
long and rapidly emittad sequences, controlled by =vents and relaticnships
of extraordinary complexity. Part of this complaxity is due to behavior

controlled by private stimuli (stimuli which arise within the body of the

speaker but which are not available to anyone else); some of it results
from the fact that in most normal speaking or signing situations more than
one contralling variable is present at & time, and the resulting behavior

is the joint product of this multiole control; Finally, a good deal of

the complexit- of ordinary spesking or signing arises fTrom thes davelep-
ment of secondary verbal bshaviar, mands and tacts which arz controllad
by other aspects of cngoing verbal behavicr. Skinner callad this type of
verkal behavior "azugoclitic" behavior, Such behavior is common for the

normal speaker, but we hava had little opportunity to sxperimentally
b




analyze its components with the hearing non-vocal person. However, this

arsa is targeted for future rasearch.

The Verbal Community

Qur verbal environment generates and maintains our practices as speakers
and listeners. In order for a verbal repertoire tﬁ develop, audiences which
act as stimuli as well as provide conseguences must be available. When
such audiences are unavailable verbal behavior weakens. This is exampli-
fied by cases where a child fails to develop a2 verba! repertoire when
isolatad for an extended period of time.

When our main interest is to teach verbal behavior toc someone in whom
it is absent or defective, we can't afford to overlock the critical nature
of a reinforcing verbal community. People must reinforce new words as they
are trained; they must presant stimuli which evoke verbal behavior so they
can reinforce its occuréencaf The community must serve as a resource for
new information {e.g., new taéts, mands, intraverbals). This can only
happen {f such a community exists. Also, the verbal community plays an
impertant role in teaching a person to describe the statss of his own body.

A recent study was conductad by this author and coileagues on the
affects of a verbal community on the usage of a newly acquired sign reper-
toire. The data indicate that such 2 community will greatly increase the
fraguency of emitting appropriate verbal behavior (Sundberg, Milani énd
Partington, 1377). Research in this area is just oeginning; howeverk it
is clearly a necessary component of any lsnguage program (for a moéé
detailed treatment of the nature of a verba! community see especially

Skinner, 1957; Appendix; Chapter 2, Skinnar, 1974).
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Summary

The application of the concsptual tools dsscrikbed by 8.F. Skianer in

4

nis book VYerbal Behavior (1957) has greatly improved our understanding o

-t

iangueage dsvelopment and training. These tools provids a2 claar framework
which one can follow when dealing with language and its relataed problams.
The implications and ramificatiaons of this amalysis ars incredible. How=
gver, at this point, experimental research is graatly neaded in several
of the arzas described. Such data should further our understanding of
how and why organisms verbally behave, as well as what to do when such

beahavior 135 weak,
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(Appendix 1)

B.F. SKIMNER'S VERBAL BEMAVIOR

The Elzmentary Ralationshios

CONTROLL ING VARIABLES

Establishing Operatian

Nan-Verbal Scimulus

Verbal Stimulus
Has: Point-to-Point
Correspondenca with
Formal Similarity

Verbat Stimulus
Without: Point-ta-Point
Correspondancs

Verhal Stimulus (Writgzen)
With: Paint-to-Point
Correspondsncs

Verbal Stim-lus (Vocal)
Point-to-Point
Correspondence

RESPONSE

Mand
(asking)

Tact
{naming)

Ilmitative
Copy Mritten
Echoic

Ilntraverbal
(conversation)

Textual
(reading)

Transcriprual
(writing)

CONSEGUENCE

Specific Thing/Action Mandzd

Sacial {Mon-Specific)

Socizal

Social

Social

Social
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B.F. SKINNER'S VERBAL BEHAVICR

The Elementary Relationships

CONTROLLING VARIABLES

Establishing Operation

Non-Verbal Stimulus

Verbal Stimulus

Has: Point-to-Point
‘Correspondence with
Formal Similarity

Verbal Stimulus
Without: Point-to-Point
Correspeondence

Verbal Stimulus (Wricten)
With: Point-to-Point
Correspondence

Verbal Stimulus (Vocal)
With: Paint-to-Point
Corraspondence

RESPONSE

Mand
{asking}

Tact
(naming)}

Imitative
Copy Written
Echoic

intraverbal
(conversation)

Textual
(reading)

Transcript¥¢
(writing)

Specific Thing/Action Manded

Social

Social

Social

Social

Social

CONSEQUENCE

(Non=-Specific)



(Appendix 2)

THE BASIC TERMS USED IN B.F. SKINNER'S

ANALYSIS OF YERBAL BERHAVIOR

Copy Behavior

Copying can be understood as a type af verbal behavior whers =z verbs!
stimulus is repsatsd by the respondent (2.g., "mmm - mmm'', "'8ock - Bock',
Y"How are you? - How are vyou?''). \

Verba| Stimulus: That which has a specific topography which has con-

trolling effectivenass. A verbal stimuius is the result of verzal behaviaor.
The more common verbal stimuli are, for example, spoken and written words,
signs, symbols, morse code, semaphone flags, =stc.

Formal Similarity: This occurs when the stimuius and the rasponse ars

in the same sens2 mode.

Example: 1, Vocal-vocal
2. Visual-visual

Point-to-Paoint Correspondence

The beginning, middle and end of the stimulus match the beginning,
middle and end of the response.
IID_D_GH !ID_O_GH
Far Example: 1. You say ''good" becausa someons slse said ''good'.

2. You write '"'"Test on Friday' because it was writtan
on the blackboard and you don't want to forget.

Mand Behavior

The mand can be understood as a type of verbal behavior where what is
said {s detzrminaed by what the speaker wants (2.3., "Give me thacl', '"Whars

is class?", “"Move, plzase', "Break iz!'),
]




Establishing Operation: Any change in the environment of the person

which alters the value of objects or events as s form of reinforcement.
Also, it automatically alters the strength of the repertoirs that has been
developed with that form of reinforcement.

Example: 1. A tendency to say ''let's go dancing at that time'
because dancing would functicn as reinforcement
(social mand).
2. A tendency to say '‘can | have some water' beascause
water would function as reinforcement (bioclogical
mand) .

Tact Behavior

The tact can be understood as a type of verbal behavior where things,
actions, etc., are named (e.g., ''That is a Rembrandt', ""That bolt is too
large', '"The cup is broken').

Hon-Yerbal Stimulus: Thesa consist mainly of objects, actions,

properties of both objects and actions, and relationships betwesn both. A
non-verbal stimulus can be auditory, visual, tactile, olfactory or gustatory.
Example: 1. A tendency to say "airplane' because you h=zar one.

2. A tendency to say ""rough'' because you feel sandpaper.
3. A tendency to sign ''grape'' because you taste the flavor.

intraverbal Behavior _
intraverbal behavior can be understood as a type of verbal behavior

where a verbal rasponse is controlled by a different verbal stimulus. There-
fore, there is no poant-to-point corraspondence between the stimulus and the
resbonsa.
Example: 1. You have a tazndency to say ''pen' because someone asked
"What can | write with?"

2. You have a tendency to sign '"You're welcome' because
somecone signed ''"Thank you''.

Taxtual Behavior

Textual behavior can be understood as a2 type of verbal behavior where
written stimuli control veocal-verbal rasponses (sign textual behavior is

also possible). Thers is point-to-point correspondenca; however, only



thematic similarigy.

Transcriptive Bahavior

Transcriptive behavior can bz understcod as a type of vearbal

n

behavior where a sign/vocal-verbal stimulus contrels s written response.
There is paoint-to-point corraspondence.
Example: 1. You write “ball" because someans says ''ball''.

2. You write the notation for "animal' becauss
somegne siagned "“animal''.




